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Abstract
This paper is a practical report on our new subject, “Introduction to English Communication, 
or 英語コミュニケーション入門”.  This subject is prepared for our students to have meaningful 
communicative experiences through Task-Based Language Teaching.  Also, the goal of the class 
is for our students to have a lot of opportunities to use English while receiving interactional 
modification.  The method of teaching in this class is for all seven faculty teachers to be jointly 
in charge of this subject, including two native speakers of English and five non-native speakers 
of English.  The more than seventy students are divided into seven groups and are all given the 
same task in that group.  This system enables our students to seek help with ease, and to 
advance in using English in a cooperative studying environment.  The result of a questionnaire 
held in July showed that most students felt satisfied with this class.  All the tasks were a success 
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4. 1. “Introduction of Komazawa Women’s 
University”
4. 1. 1. Introduction
　In this section of the course, students 
worked together in groups to create videos in 
which they introduced various places around 
campus. The goals of this section were 
threefold. First, we sought to give students 
meaningful communicative experiences via a 
series of task-based learning activities. For 
our tasks, we followed the criteria given by 
Ellis（2003, p.1）: 1）a task involves a 
primary focus on meaning, 2）a task contains 
a gap that creates the need for communi-
cation, 3）the participants can choose the 
linguistic resources necessary to complete the 
task, and 4）a task has a clearly defined, non-
linguistic outcome. Secondly, we wanted to 
give the students an experience with English 
in an “integrated skills” learning approach, 
that is, we wanted the students to integrate 
the four skills of reading, writing, speaking 
and listening into their task work. Blending 
the four skills together can  reinforce the 
learning of each skill（Peregoy & Boyle, 
2001）, as well as support more authentic 
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communicative experiences（Oxford, 2001）. 
Finally, we wanted the students to have the 
opportunity to incorporate technology into 
their learning experience using video filming 
and editing.
4. 1. 2. Method
　For this activity, students remained in the 
same small groups that they had been in for 
the first five weeks of the course. It was 
hoped that, by this time, the students would 
be comfortable with one another and be 
prepared to work together for the extended 
project to come. Each group had a teacher 
assigned as the group leader.
4. 1. 3. Classes
Class 1
Pre-task - Model video
　First students were told that they would be 
creating a short video that introduced three 
places around campus. Each student group 
would be responsible for choosing the places 
to film, obtaining relevant information about 
the chosen places, writing and performing a 
script and, finally, filming and editing a video. 
Students were then shown a model video that 
was prepared by other students. It was hoped 
that seeing a video created by their peers 
would serve as an effective model as well as 
give the students motivation and confidence 
as they moved forward with their own videos.
Task 1 - Finding places to film
　After watching the model video, students 
got together in their groups and decided 
where they wanted to film. Teachers were 
posted at various points around campus so 
that the students were able to freely go and 
investigate places they were considering. 
Students were encouraged to choose the 
places they would film with the conviction 
that the element of choice would provide for a 
more  pe r sona l  and  mean ing fu l  t a sk 
experience.
Class 2
Task 2 - Script writing
　Having chosen the places that they were 
going to film in, the students created the 
outlines of their films and began working on 
the scripts. Once the students had finished 
their scripts, they brought them to their 
group leader for editing and advice. Though 
tasks involve a primary focus on meaning, 
Willis & Willis（2007, p. 25）note that there is 
an opportunity to focus on form at the end of 
the task. As the focus on the language details 
came af ter  the students  had a lready 
completed the scripts, there was a context in 
which to understand the suggestions and the 
students were able to make more sense of the 
advice given.
Class 3
Task 3 - Video filming
　Students were given a demonstration about 
how to use their smartphones to create videos 
and, when they were ready, students went to 
their chosen venues and began filming. The 
teachers again assumed their posts around 
campus and stood ready to assist students, 
should they need anything. Students were 
also encouraged to meet after class, if 
necessary, to complete any unfinished filming. 
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At the end of class, time was devoted to 
demonstrating several different mobile 
applications that students could use for 
editing their videos. Students were given the 
homework assignment of famil iarizing 
themselves with editing smartphone videos.
Class 4
Task 4 - Video editing
　Students were given time at the beginning 
of class to complete any last scenes that had 
not been fi lmed. Once the fi lming was 
completed, students worked together to edit 
their films. Many of them were quite creative, 
incorporating music as well as animations into 
their videos.
Class 5
Post-task - Film show and award ceremony
　In the final class, all the student videos 
were collected and shown to the class on a 
large projector screen. Students had the 
opportunity to enjoy one another’s hard work 
and offer praise and comments to each other. 
After the movies where shown, the teachers 
conducted an awards ceremony, where each 
group of students received a unique award 
based on one of the strengths of their video. 
Examples of the types of awards given 
include “best script”, “best editing” and “best 
cinematography”, among others.
4. 1. 4. Discussion and Conclusion
　Referring to the goals of the section 
previously stated, the task activities all 
conformed to the definitions given by Ellis. 
First the tasks were meaning focused. 
Whether it was finding the places to film, 
writing the scripts or filming and editing the 
videos, the language that the students used 
was directed at accomplishing specific, 
meaningful exchanges. Each task presented a 
gap, a prompt for communication. Places to 
film had to be discussed, scripts had to be 
worked on together and filming and editing 
outlines and procedures had to be negotiated 
in groups. Each task required students to 
provide their own linguistic resources, 
whether it be finding the language to discuss 
the places to film or writing the script or 
discussing the filming and editing. Finally, all 
the tasks had clear, non-linguistic goals, with 
the final overall goal being the production of a 
short video.
　Similarly, the four skills were integrated 
across the span of the project. Students 
practiced writing as they created their scripts. 
They practiced reading when they read and 
memorized their scripts. They practiced 
listening in conversations with one another 
throughout the various tasks, by listening to 
the demonstrations conducted by the teachers 
and finally by watching the finished videos. 
They practiced speaking when they talked 
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with each other to accomplish the various 
task activities and as they memorized and 
performed their dialogues for the videos.
　Considering the final goal, the students 
gained useful experience in how to film and 
edit videos. They responded quite positively 
to the whole experience and, as they all have 
copies of the videos they made, it is hoped 
that the project will become a valuable 
memory and milestone for them as they move 
forward in their study of English.
4. 2. “Introducing Japan”
4. 2. 1. Introduction
　This section presents the five week long 
Introduce  Japan sec t i on  o f  the  Eigo 
Komyunike-shon Nyūmon 英語コミュニケー
シ ョ ン 入 門 Ⅰ（“Introduction to English 
Communication”）class held in the 2018 
academic year at Komazawa Women’s 
University. This introductory sub-section 
presents the Introduce Japan section of the 
course in the context of the development of 
the field in general and the specific aims of 
the class. The following sub-section gives a 
review of the method we used and presents 
considerations for this section’s future 
implementation. Firstly, let us recognize the 
broad relevance of Japan based subject 
matter for first year students considering a 
major in English Communication.
　The ability to introduce Japan using English 
is a practical skill that Japanese people who 
engage with non-Japanese English speakers in 
social situations will almost certainly use. It is 
a very useful form of preparation for study 
abroad programs, forming the basis for two-
way soc ia l  exchange and meaningfu l 
intercu l tura l  communicat ion through 
awareness of information gaps with the 
interlocutor. There are many ways in which 
to incorporate this skill set into university-
organized study abroad and teacher training 
programs（for example, Fujitani 2017）. Other 
research explores a very wide range of 
applications, such as introducing the local area 
as a writing focused task in classes aimed at 
mature students, contributing to tourism and 
cross-cultural understanding in the local 
community（Gotō 2011）.
　As subject matter for content-based English 
education in Japan, “Introduce Japan” has the 
advantage of presenting subject matter that 
is not entirely unfamiliar to students and 
therefore requires little pre-teaching of 
content and vocabulary for both input and 
output focused activities. The first-year 
students who take Eigo Komyunike-shon 
Nyūmon will have experienced a more 
communicative approach to English in 
secondary education. Ministry of Education, 
Culture, Sports, Science and Technology 
guidelines for language teaching in High 
Schools and Junior High Schools make clear a 
need: “to deepen understanding of language 
and culture via foreign languages” 外国語を通
じて、言語や文化に対する理解を深め , this 
be ing the  ma in  pr inc ip le  beh ind the 
“Introduce Japan” topic as appl ied in 
secondary English lessons（Morimoto 2010 
p128）. This is a firm basis on which to build 
output task based university classes, perhaps 
particularly valuable for those students who 
will study toward qualified teacher status.
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　The current increasing recognition of 
“introducing Japan” as an effective type of 
Content and Language Integrated Learning 
for Japanese students among language 
teaching professionals reflects a broader trend 
in enhancing provision of English medium 
Japan Studies in Japanese universities. Seeing 
the benefits not only to current students, but 
also to prospective students from overseas, 
many institutions have developed new Japan 
Studies curricula. Japan Studies is a field in 
which Japan will continue to lead the world, 
but there is a great need to overcome the 
language barrier that prevents most research 
on Japan be ing proper ly apprec iated 
internationally. Serious studies on introducing 
the topic began to appear twenty years ago
（e.g. Satō 1997）. There is now a growing 
number of conferences and research papers 
on the subject of new Japan Studies curricula
（see for example Gaitanidis et al 2016）.
　Japan’s rich regional variety and cultural 
depth provide great scope for group work. It 
allows students in mixed ability groups to 
engage fruitfully in the same activities in a 
way which reflects their own interests while 
accommodating their varying levels of 
background knowledge and language ability. 
This high level of accessibility was a major 
reason for its adoption in this large, group-
work based introductory class which aimed to 
foster good relationships between students 
who would belong to the English Communi-
cation course. With the benefit of ice breaking 
and team building activities carried out earlier 
in the semester, the intention was to develop 
scaffolding among the students and maintain 
mixed ability groups to preserve the social 
relationships that would support them 
through three years of more specialized 
study. In this way, this activity supported the 
general class aims of developing the students’ 
sense of themselves as Komazawa Women’s 
University students and as autonomous 
learners of English, taking preliminary steps 
t owa rd  s p e c i a l i s t  s t u dy  o f  Eng l i s h 
Communication from the second year onward.
　Another benefit of including ’Introduce 
Japan’ in the Eigo Komyunike-shon Nyūmon 
class is that it serves to introduce to the 
students the Japan related courses on offer 
from the second year onward: Japan Studies I 
and II and Nihon Shōkai no Eigo 日本紹介の
英 語（English for Introducing Japan）. These 
courses incorporate strong active learning 
and task-based elements. Japan Studies topics 
also form part of other classes in the curri-
culum. For example, nearly half of the classes 
in Research in English Bunka 文化（Culture）
course are designed to complement the 
Komazawa Women’s University Hikaku 
Bunka 比 較 文 化（Comparative Culture）
syllabus by focusing on the writings of non-
Japanese visitors to Japan. The ‘Introduce 
Japan’ section in the Eigo Komyunike-shon 
Nyūmon, therefore, forms part of a process of 
moving from “learning English” to “learning 
in English”, and builds students’ confidence in 
developing autonomous learning strategies.
4. 2. 2. Method and Review
　The ‘Introduce Japan’ section, consisting of 
5 90 minute classes, was based on the task-
based learning model（Prabhu 1987, Leaver 
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et al 2004）. Many versions of that model have 
been presented, but in all instances, it consists 
of pre-task, task, post-task stages（Ellis 2002 
p80）. The first class was taken up with pre-
task elements, the purpose of which were to 
establish the outcome of the task and 
complete a similar（but not identical）task. 
After introducing the activities and goals of 
the section, we used number cards to 
randomly assign groups（5 groups of 13, 1 
group of 12, each supported by an instructor）. 
Each of the 6 groups was assigned a region of 
Japan: Tohoku & Hokkaido, Kanto, Chubu, 
Kansai, Chugoku & Shikoku, Kyushu & 
Okinawa. The task set for these groups was 
to introduce various interesting features of 
their region using A3 sized poster panels. As 
these were new groups, we devoted 30 
minutes to a self introductions activity in 
which students respond to 3 questions in a 
conversation using the Ask Answer Add 
tactic.
　The “similar task” element was a mildly 
competitive multiple choice quiz on the city of 
Sendai. Each team was given 1 minute 
thinking time per question in order to confer 
and decide on their group answer. In addition 
to team building, the aim of this PowerPoint 
slide based quiz activity was to stimulate 
brainstorming on the groups’ own areas by 
introducing famous foods, places, people, 
sports teams and other interesting information 
about a city（not region）in Japan. Though 
all groups were active and made enthusiastic 
progress, I received feedback from colleagues 
supervising other groups that some students 
had assumed that they had to do a quiz as I 
had done, despite instruction given in L2 that 
this was not the case. Their familiarity with 
the Presentation-Practice-Production structure
（Criado 2013）proved an obstacle. Next time 
I would make this instruction clearer perhaps 
through use of written instructions in the 
form of a flow chart. I had wanted to do an 
enjoyable activity to develop teamwork and 
provide topic ideas. However, this comes at 
the cost of student preparation time, and 
probably only the brainstorming tasks that 
followed the quiz will be used next year.
　The students then completed worksheets 
consisting of brainstorming rubrics in the 
form of tables, spider diagrams and mind-
maps designed to elicit content on the things 
their area is known for. Instructors then 
randomly split the groups into 2 sub-groups, 
in which students chose a category to 
introduce such as food, history, famous people, 
sports teams, sightseeing spots, cities or 
geographical data. For homework, students 
were to prepare to present some information 
on their chosen theme to their sub-groups and 
receive questions and feedback. They were 
a lso asked to f ind one book or other 
information source on their region（such as a 
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website printout or travel brochure）using 
the library, internet or some other resource 
and bring it to the next class as a reference 
for their group.
　The second class began with a recap of 
goals and a warming up conversation exercise 
on introducing Japan to a visitor from 
overseas. This was modelled by instructors, 
and advice for clarity of language usage was 
given on points such as avoiding assumption 
of culturally specific knowledge or Japanese 
language ability on the part of the inter-
locutor. Students then used worksheets 
provided to make notes and prepare to 
present to their sub-group on the category 
they had investigated. During students’ 
output time, the other students listened and 
made notes using the worksheet. All students 
were to write down at least 2 questions or 
comments, so 2 minutes’ note taking time was 
provided after each speaker. Students then 
shared comments and questions in their sub-
group and prepared to present the ir 
information as a sub-group to the other sub-
group. As a result of these activities, most 
groups were able to form a sufficiently clear 
notion of what they wished to include in their 
presentation to make content decisions and 
allocate tasks before the end of the class.
　The third and fourth classes were devoted 
to preparation and practice, with instructors 
giving clarity based language support and 
advice where appropriate on producing clear 
and attractive visuals. Where necessary, 
timing targets were introduced to ensure 
group presentation practice time. Students, in 
general, worked actively and cooperatively 
both in and out of the classroom. My initial 
concern, on allocating lesson time, was that 
three or more classes entirely devoted to free 
preparation would lead to a loss of focus on 
the part of some students. However, I 
received feedback from colleagues that the 
structured brainstorming through reporting 
and active listening in the second class had 
overcomplicated the task for some students, 
confusing them regarding group allocations. 
Here again we faced the issue of students’ 
unfamiliarity with the format. On reflection, 
the distinction between pre-task elements and 
task elements needs to be made clearer, 
perhaps through explanations in Japanese, or 
reduced in complexity by limiting the pre-
task element to brainstorming activities.
　Assessment overall was via a continuous 
instructor assessment complemented by 
student se l f -assessment rubr ic  forms 
completed in each class, which encouraged 
students to be aware of the contributions they 
were making and to set goals for the following 
class. The final performances went extremely 
well, organized on a rotation system in which 
two groups would present at the same time, 
each watched by two other groups who 
completed peer-assessment forms. Students 
each received two of these forms: one for each 
of the two groups they would watch. In 
addition to a free comment section of these 
forms in which students were encouraged to 
write something positive, there was an 
evaluation table in which students allocated 
points on a scale of 1-4 for the following 
categories: interesting content, presentation 
performance, English, design and pictures.
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　All groups used a range of presentation and 
communication skills to good effect, asking 
questions of the listeners and incorporating 
quiz questions and other interactive elements. 
Students with relatively low language ability 
generally performed well, and those with 
higher ability were not reticent in presenting 
in their best English. This is a result of the 
scaffolding effects and task orientation within 
the groups. Though the groups were newly 
formed, many students looked forward to 
actively presenting to classmates they had 
worked with in the previous sections. All 
instructors evaluated the presentations highly, 
and the task itself was certainly a success in 
terms of its own goals and the goals of the 
class.
　The post-task element consisted of self-
assessment carried out in conjunction with a 
larger reflection/learner report on the whole 
semester. Most students remarked on their 
increased confidence and motivation. Student 
and instructor reflections also identified the 
consciousness-raising effect of the task. This 
was a factor of the small group sizes, which 
allowed instructors to support students as 
they worked. In my group, for example, I was 
able to sit with students while they worked 
through ways to explain or simplify high level 
or context specific vocabulary to ensure their 
presentation was well understood by their 
peers. By the end of the five weeks nearly all 
the students in my group were keeping their 
listener in mind and avoiding reproducing 
vocabulary taken directly from English books 
or dictionaries without reflecting on listener 
comprehension. Japanese terms were all 
explained in English.
　The fifth class was the last in the semester. 
There was, therefore, a considerable time gap 
between the post-task and the next section, 
an ‘Introduce a Country other than Japan’ 
task. This was included in the syllabus partly 
as a “repeat task” building on ‘Introduce 
Japan’ and forming part of the “post-task” 
element. The task was successfully introduced 
with only a brainstorming activity in the pre-
task section. Some students and instructors 
had felt that the categories of subject matter 
used in ‘Introduce Japan’ were too broad and 
open ended, so students were asked to focus 
on the topic of food in the ‘Introduce a 
Country other than Japan’ section. I observed 
that the familiarity with the task type meant 
that students tended to begin working on 
their parts of the presentation without 
preliminary L2 based discussion. Furthermore, 
though the final presentations（this time 
using slideshow software）were clearer than 
in the ‘Introduce Japan’ section, the output 
was simpler in terms of content. From this I 
reaff irmed my understanding that the 
‘Introduce Japan’ topic is particularly 
effective for encouraging detailed output in 
student led and task based classes in Japan as 
it builds on existing knowledge and fami-
liarity. It also invites discussion arising from 
the variety of topic choices within learners’ 
existing lexicons; and prevents students 
making topic choices individually-often the 
first viable option that presents itself-with 
little input from others in the group. To avoid 
students opting for that simplest approach to 
the repeat task, it should perhaps be given an 
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added level of complexity, perhaps by requi-















































ラスでは “Everyone was friendly.” としなが
































































































































































































































を喜ぶ一方、次は “Not talking too much.” に
して “I attempt to concentrate more.” と目標
を書き、後半のクラスでは、目標を実現すべく
作業に熱心となり、改善が見られた。友人とも 
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